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CHAPTER II 
LITERATURE REVIEW AND CONCEPTUAL FRAMEWORK 
 
The present chapter concerns with the review of related literatures, the relevant 
studies, conceptual framework and the research questions. 
A. Literature Review 
1. Nature of Reading 
People may read in their everyday routines for some purposes since we are 
surrounded by words daily. Richards (2015) mentions that in a single day, for 
examples, we may use reading for many different purposes such as for everyday 
activities, seeking information to learn about things, life purposes, study 
purpose, work purpose, and leisure and pleasure purpose. It is thus why literacy 
skill is of great importance in people’s daily routines. Grabe (2009) claims that 
having good reading ability is a must for today’s societies to reach success.  
In addition, Grabe and Stoller (2011) provide a classification of purposes 
for reading, namely: a) reading to search for simple information and reading to 
skim; b) reading to learn from texts; c) reading to integrate information, write 
and critique texts; and d) reading for general comprehension. Consequently, 
readers will determine the way they used when encountering a text on the basis 
of their intended purpose of reading the text. 
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a. The Definitions of Reading  
Many specialists and scholars have provided the definitions of reading 
skill based on their own various perspectives. According to Grabe and Stoller 
(2011: 3), they define that “reading is the ability to draw meaning from the 
printed page and interpret this information appropriately”. For (Spratt, 
Pulverness and Williams, 2005), reading is defined as an activity of making 
sense of a text which involves the activity of linking our knowledge of the text 
at word, sentence as well as whole-text level in getting the message of the text 
to the knowledge of world we possess. Added to this, Shastri (2010) states that 
reading is a process of sight, sound, and sense in comprehending the written text 
by coordinating eyes and brain during the process.  
Moreover, Pang et al (2003) state that reading is a complex activity in 
understanding written texts that requires both perception and thought. To do so, 
Margana (2010) stresses that the readers are required to deal with a series of 
processes and knowledge using decoding skills; cognitive skills; and 
interactional skills in order for recognising the systemic knowledge (the 
knowledge of language), making  inference of the text, and identifying author’s 
belief respectively.  
In reference to the explanations above, reading is regarded as an essential 
skill to be able to read texts for general and specific academic or occupational 
settings in our daily routines. The readers need to be more interactive in reading 
activities for comprehending the text. This is because readers are not just merely 
recognising and understanding words, but they however should combine their 
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present experience and knowledge with ideas of the text in making sense 
(construct meaning) of what they read.   
b. Types of Reading  
Basically there are two types of reading, namely aloud reading and silent 
reading (reading comprehension). Reading aloud is audible to others that reader 
have to master the phonics of correct pronunciation, accent, stress, pauses, and 
intonation pattern of the language (Shastri, 2010). In this regards, Margana 
(2010) also defines reading aloud is a type of reading which concerns with 
recalling elements of the text (i.e., words, sentences, and the like).  
By way of contrast, reading comprehension refers to how readers making 
sense of the text (ibid). In addition, cited in Miller (2002), Harvey and Goudvis 
maintain that reading comprehension is not just merely about answering literal 
questions after reading the text, rather much more beyond such activity. 
Moreover, Mikulecky and Jeffries (2007) assert that comprehending the text 
what you read means connecting your prior knowledge with the ideas presented 
in the text, rather just recognising and understanding words. In other words, 
reading comprehension goes far beyond the ability to answer questions about 
factual information, recognise words, accurately read the text aloud, and the like. 
Comprehension rather involves how to make sense of texts and connect various 
types of background knowledge (schemata) and reading skills to the ideas of the 
texts. 
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Brown (2007) classifies the 14 skills for reading comprehension needed to 
be mastered by proficient readers. The first six skills categorised as microskills, 
while the other eight skills regarded as macroskills. The former skills include, 
(1) discriminate among the distinctive graphemes and orthographic patterns of 
English; (2) retain chunks of language of different lengths in short-term memory; 
3) process writing at an efficient rate of speed to suit the purpose; (4) recognise 
a core of words, and interpret word order patterns and their significance; (5) 
recognise grammatical word classes (nouns, verbs, etc.), systems (e.g., tense, 
agreement, pluralisation), patterns, rules, and elliptical forms; and (6) recognise 
that a particular meaning may be expressed in different grammatical forms.  
The latter skills include (7) recognise cohesive devices in written discourse 
and their role in signalling the relationships between and among clauses; (8) 
recognise the rhetorical forms of written discourse and their significance for 
interpretation; (9) recognise the communicative functions of written texts, 
according to form and purpose; (10) infer context that is not explicit by using 
background knowledge; (11) infer links and connections between events, ideas, 
etc., deduce causes and effects, and detect such relations as main idea, supporting 
idea, new information, given information, generalization, and exemplification; 
(12) distinguish between literal and implied meanings; (13) detect culturally 
specific references and interpret them in a context of the appropriate cultural 
schemata; and (14) develop and use battery of reading strategies such as 
scanning and skimming, detecting discourse markers, guessing the meaning of 
words from context, and activating schemata for the interpretation of texts. 
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In addition, Richards (2015: 453) proposes some skills for learning reading 
activities as follows. They are (1) reading to find facts and details; (2) skimming 
a text quickly for gist; (3) reading to obtain new ideas and information; (4) 
reading to connect information from different sources; (5) reading as a 
preparation for writing, or discussing a topic; (6) responding critically to things 
one reads; and (7) reading for main ideas. 
Shastri (2010: 81-82) further mentions the following skills that reader 
needs to possess for better comprehension, namely (1) global comprehension; 
(2) local comprehension; (3) referential comprehension; (4) inferential 
comprehension; and (5) evaluative comprehension. Global comprehension refers 
to the ability to comprehend the whole organisation of the passage or text. Local 
comprehension deals with understanding the individual points of the information 
which are stated explicitly. Referential comprehension means the ability to 
understand the interconnectedness of factual information from the text referring 
to the different parts of the text. Inferential comprehension refers to the ability 
inferring from the facts, which are not stated explicitly, which requires a higher 
order level thinking skill. Evaluative comprehension concerns with the ability to 
judge accuracy, acceptability value of the statements made by the author. In this 
regards, Richards (2015) contends that these levels of comprehension remind us 
not all texts entail the same level of comprehension or are read in the same way. 
It also influences the design of reading instruction, since tasks that seek to teach 
or assess local comprehension may be different from those that are used to teach 
or assess evaluative  
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In sum, it is worth to be taken into consideration by materials developers 
that these types of reading and the skills embedded should be as a reference for 
designing instructions, activities or tasks for students in light of the fact that such 
types of reading are useful for the students becoming skilful readers. 
c. Types of Knowledge in Understanding a Text 
One of the main goals of reading activity is to comprehend what we have 
read through meaning making process. To do so, readers therefore should be 
familiar with types of knowledge which is required for making sense of a text. 
Quoted by Margana (2010: 46), Hedge (2008) proposes types of knowledge in 
understanding a text:  
They include (1) syntactic knowledge which is concerned with 
the knowledge of how words are constructed to form sentences, (2) 
morphological knowledge that deals with the knowledge of words 
formations, (3) general word knowledge which refers to the readers’ 
prior knowledge obtained through their common reasoning of the text, 
(4) socio-cultural knowledge which refers to the knowledge of socio-
cultural background of the text development, (5) topic knowledge, 
which is concerned with the understanding the topics of the text read, 
and (6) genre knowledge, which deals with the knowledge text types 
such narrative, recount, analytical exposition, and the like. 
Syntactic and morphological knowledge are categorised as systemic 
knowledge refers to decoding the language of text while the third up to the sixth 
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belong to schematic knowledge which both are essential to the success of making 
sense of the text (Margana, 2010). 
With regards to the types of knowledge in comprehending a text, Richards 
(2015) further categorises three minimise form of types of knowledge, namely 
(1) grammatical knowledge; (2) vocabulary knowledge; and (3) prior 
knowledge. Grammatical knowledge deals with the knowledge of syntax as the 
basis of sentence organization within texts. Vocabulary knowledge refers to the 
readers’ knowledge of vocabulary to guess word meanings from context of the 
text. Prior knowledge which refers to the knowledge about the topic of a text and 
the events featured in them.  
In reference to the above explanations, readers therefore should have a 
good combination of knowledge, i. e., systemic knowledge to decoding language 
of a text and schematic/prior knowledge when they want to properly achieve 
comprehension of what they read.    
d. The Reading Process 
An efficient reader will get the information from the text and interpret it 
with the help of his background knowledge. To do so, he/she utilises three kinds 
of general reading processes, namely bottom-up, top-down, and interactive 
processing (Nuttal, 2006; Brown, 2007; Shastri 2010; Richards, 2015). For the 
bottom-up processing, Nuttal (2006) states that the readers make sense of the 
text through recognising letters, words, sentences and the like. This process thus 
in turn requires the reader to possess advanced knowledge of the language itself 
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(Brown, 2007).  To put simply, readers begin with the smallest element of the 
text to arrive at comprehension of the text read.  
By way of contrast, top-down processing refers to the use of prior and 
conceptual knowledge including processing strategies to grasp the intended 
meaning of the texts. In short, readers use their pre-existing knowledge and 
processing strategies to comprehend the meaning of a text (Richards, 2015). 
Additionally, the readers, in such process, integrate their intelligence and 
experience to comprehend the text (Brown, 2007). 
Furthermore, Interactive processing is that one can take useful ideas from 
a bottom-up view and combine them with key ideas from a top-down perspective 
(Grabe and Stoller, 2011). For instance, the readers will move to adopt the 
bottom-up strategies from the use of the top-down strategies when they 
encounter a problem when making sense of the text (Anderson via Nunan, 2015). 
This reading processing model is thus being commonly accepted by the current 
readers when they try to create meaning since they actively interact with the texts 
by utilising some reading strategies. 
e. Strategies in Learning Reading 
Reading in ELT, among the four English skills, is one of the language 
skills learned by the students. McDonough and Shaw (2003:89) stress that 
reading is “the most important skill in a foreign language”. In terms of reading 
strategies in learning reading, students need to be familiar with some skills and 
strategies for reading particular kinds of texts. They need to be able to scan the 
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text for searching the particular information (e.g,’ factual information in the texts 
such as dates, telephone numbers, places and the like)” (Harmer, 2007). This 
suggests that students just read and devise some particular words stated 
explicitly to get the specific information of the text. He further states “students 
also need to be able to skim a text -- as if they were casting their eyes over its 
surface – to get general idea of what it is about (as, for example, ...when we look 
quickly at a report to get a feel for the topic and what conclusion are) (Harmer 
2007:100).”  
Richards, (2015: 454) offers some the following list of questions that a 
strategic reader adjusts his or her approach to a text by reckoning these questions: 
1) What is my purpose in reading this text? Am I reading it for pleasure? 
Am I reading it to keep up to date on current events? Will I need this 
information later (e.g. for a test)? 
2) What kind of text is this? Is it an advertisement, a report, a news article 
or some other kind of text? 
3) What is the writer’s purpose? Is it to persuade, to entertain or to inform 
the reader? 
4) What kind of information do I expect to find in the text? 
5) What do I already know about texts of this kind? How are they usually 
organized? 
6) How should I read this text? Should I read it to find specific information, 
or should I read it for main ideas? Should I read it again carefully to 
focus on the details? 
7) What linguistic difficulties does the text pose? How can I deal with 
unfamiliar vocabulary, complex sentences and lengthy sentences and 
paragraphs? 
8) What is my opinion about the content of the text? 
       Richards, (2015: 454) 
In reference to the above questions, readers may select their proper reading 
strategies in line with those questions. Grabe and Stoller (2002, cf Richards, 
2015) stress that a successful reader is required to have a crucial strategy, i.e. the 
strategy of reading a text critically – reacting to it and formulating opinions about 
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the content. This strategy suggests that  to become a proficient reader, students 
need to activate their higher order thinking skills (HOTS) to construct meaning 
of the relationship between ideas, such as cause and effect, comparison and 
contrast, and the like (analysis,) make judgment of the text (evaluation) and to 
provide new ideas/opinions (create).  
The successful readers should therefore be familiar with the reading 
strategies, for examples, such as scanning, skimming, obtaining new ideas and 
information, connecting information from different sources, and responding 
critically to a text. Further, they need to be able to adjust their reading strategies 
based on the given text which help them in predicting the content and 
organization of a text, and to decide when to use the appropriate reading skills 
depend on the information that they expected to get from the text. 
f. Teaching Reading 
1) The Principles of Teaching Reading 
According to Shastri (2010), the primary goal of reading lesson is to 
teach the students to be able to grasp the meaning of the text effectively, 
quickly together with fully comprehend the text. In this respect, Nuttal 
(2006) further postulates that a reading program should be able to create a 
comfortable atmosphere to make students enjoy to at the moment they are 
reading the foreign texts and to help them to properly understand the 
difficult authentic texts silently and at appropriate speed. Concerning the 
ELT in Indonesia, the teaching of reading, among the four English skills, 
is regarded to be more emphasised in the sense that the test items of 
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English subject in national exam are mainly focusing on reading 
comprehension (Sunggingwati and Nguyen, 2013). This suggests that the 
ELT in Indonesian context is pertinent to the development of reading 
comprehension skills. 
In relation to principles in teaching reading, Harmer (2007: 101-102) 
suggests the following principles which should be taken into account. They 
include (1) encourage students to read as often and as much as possible; 
(2) students need to be engaged with what they are reading; (3) encourage 
students respond to the content of a text (and explore their feeling about 
it), not just concentrate on its construction; (4) prediction is a major factor 
in reading; (5) match the task to the topic when using intensive reading 
texts; and (6) good teachers exploit texts to the full.  
Moreover, Brown (2007:373-376) offers eight principles of teaching 
reading skills, namely: (1) in an integrated course, do not overlook a 
specific focus on reading skills; (2) use techniques that are intrinsically 
motivating; (3) balance authenticity and readability in choosing texts; (4) 
encourage the development of reading strategies; (5) include both bottom-
up and top-down techniques; (6) follow the SQ3R sequence; (7) plan on 
pre reading, during reading, and rafter reading stages; and (8) build an 
assessment aspect into your techniques. 
Given the nature of teaching reading and its principles, the 
stakeholders (policy makers, teachers, and materials designers) who have 
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responsibilities for the teaching reading program should internalise such 
nature and accommodate such principles to the process of teaching and 
learning reading so that its objectives would seem to be effectively 
achieved. In doing so, such principles, more importantly, should be fit for 
the learners needs and interests so that they would likely to enjoy to get 
engaged in the activities during the reading lesson stages (before, while, 
and after reading). 
2) Reading Lesson Stages 
Reading lessons are often divided into three phases. They are: “pre-
reading (planning to read), while-reading (understanding and monitoring) 
and post-reading (evaluation)” (Richards, 2015: 459). 
a) Pre-reading 
At this phase, the teacher should explicitly state the learning reading 
objectives so that arouse students’ motivation. The teachers have to make 
sure that the selected learning materials suit the students’ age and needs. 
The activities during this phase should build students and interest and 
arouse their curiosity to the subject being discussed such as connecting the 
topic to the students’ experiences, needs, and interests. To do so, the 
students could be asked the introductory questions related to the theme or 
information of the text (Shastri, 2010). These activities “provide 
background knowledge, activate schemas, and help give a purpose of 
reading” (Richards: 459). Hedgcock and Ferris (2009) urge that the 
activities of this stage have to successfully prepare the students to 
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accurately and thoroughly understand and interpret the text, otherwise they 
will be unsuccessful for the activities in the next two stages. 
b) While-reading 
The activities during while-reading phases should encourage 
students to react to the text at the time they read it. At this phase, the 
students may find difficulties which in turn the revision on their 
understanding and adjustment of their reading during the reading process 
may be required. The learned text-type will influence the kinds of activities 
to be carried out at this stage (Richards, 2015).   
c) Post-reading 
The final stage of reading process is intended to “help students 
evaluate and extend what they have learned about the text and the reading 
process” (Hedgcock and Ferris, 2009: 184). In doing so, the students 
should be asked challenging questions in which all the comprehension 
skills are covered through such questions. Added to this, to extend the 
reading activity, the students could be asked to do homework such as 
writing their personal experience based on the theme learned (Shastri, 
2010).  
Some experts in English reading lesson have proposed activities and 
its purposes that can be incorporating during the all stages of reading 
lesson.  One of which is summarized by Richards (2015: 459-463) from 
Crandall (1995) (see Appendix). Added to this, adapted from California 
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State University Expository Reading and Writing Task Force, (2008), 
Hedgcock and Ferris (2009) present an intensive reading framework for 
pre-, while-, and post- reading activities (Table 2.1).  
Table 2.1. Intensive Reading Framework adapted by Hedgcock and 
Ferris (2009: 163) from California State University Expository Reading and 
Writing Task Force, (2008). 
Reading Stages Activities 
Pre-reading 
1. Getting ready to read 
2. Surveying the text 
3. Making predictions and asking questions 
4. Introducing key vocabulary   
While-reading 
1. First reading 
2. Re-reading the text 
3. Looking closely at language 
4. Considering the structure of the text 
Post- reading 
1. Summarizing and responding 
2. Thinking critically 
3. Reading-writing connections 
 
3) Text-based Instruction in Teaching Reading 
According to Feez and Joyce (1998: v), text-based instruction (TBI) 
also known as genre-based approach, is based on an approach to teaching 
language, namely: a) the structures and grammatical features of spoken 
and written texts are explicitly taught; b) spoken and written texts are 
connected with their use in cultural context; c) the units of works are 
designed by focusing on developing skills in relation to whole texts; and 
d) guided practice is provided to the students as they develop language 
skills for meaningful communication through whole texts. From this view 
on teaching language, learners have to master to use the text types which 
they would most frequently encounter in their specific target situations 
(Richards, 2006). The product produced by the learners at the end of 
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learning and teaching through the TBI are either spoken or written texts of 
the target language (Madya, 2013). 
Derewianka (2003 via Widianti and Madya, 2015) provides some 
issues pertinent to genre-based approach, they are: a) focus on texts: the 
texts could be either blended from various genres or from embedded 
genres. The students thus need to be able to tackle the texts from such 
genres; b) focus on purpose: genre theory is focusing on the notion that 
language use is goal-oriented. The expansion of genre within the culture is 
in turn to make the learners of a particular culture attain the social purpose 
of the text; c) focus on meaning and choice: the meaning is devised from 
the lexical and grammatical choices provided in the text; and d) language 
in context and the pedagogies: language in context is connected to the use 
of the text in its cultural and situational contexts. 
In the implementation of the TBI, Feez and Joyce (1998) propose 
five stages of learning and teaching cycle: building the context; modelling 
and deconstructing the text; joint construction of the text; independent 
construction of the text; and linking related texts. In Joyce’s (2002 cited in 
Widianti and Madya, 2015) edition, she shortened the stages into four by 
excluding the last stage—linking related texts. Table 2.2 presents the 
activities in the TBI’s stages of learning and teaching cycle adapted by 
Widianti and Madya (2015:49) from Joyce, (2002). 
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Table 2.2. The Activities in Stages of TBI Learning and Teaching 
Cycle (adapted by Widianti and Madya, 2015:49 from Joyce, 2002) 
Stages Activities 
 
 
 
 
Building the Context 
1. Introduce the social context of an authentic model of the 
text type being studied. 
2. Explore features of the general cultural context in which 
the text- type is used and the social purpose the text-type 
achieve. 
3. Explore the immediate context of situation by 
investigating the register of a model text which has been 
selected on the basis of the course objective and learner 
need. 
Modelling  
and Deconstructing  
the Text 
1. Investigate the structural pattern and language features 
of the model. 
2. Compare the model with other example of the text type. 
 
 
Joint Construction  
of the Text 
1. The students begins to contribute to the construction of 
whole examples of the text-type. 
2. The teacher gradually reduces the contribution to the text 
construction as the students move closer to being able to 
control the text-type independently. 
Independent 
Construction of the text 
1. The student works independently with the text. 
2. Learner performances are used for achievement 
assessment. 
For the purpose of the current study, the researcher decided to use the TBI in 
arranging the tasks of the developed HBSR materials. This lies on the fact that, for 
instances, TBI should seemingly be employed in the 2013 Curriculum especially 
English subject since one of the characteristics of the ELL subject  is “focused on 
genre or texts” (Directorate of SHS Development, 2018:15) as well as could help 
the students to become critical and creative thinkers (Madya, 2013).  
2. Higher Order Thinking Skills (HOTS)  
a. The Concept of HOTS 
Thinking is not a natural function like sleeping, walking and talking in 
which its skills need to be developed (Fisher quoted by Puchta, 2012:5). In 
other words, indeed, thinking skills need to be practised with conscious 
attempts (Paul and Elder, 2006; Moore and Stanley, 2010; Puchta, 2012; 
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Marzano in Yen and Halili, 2015). This suggests that people need to be 
exposed to explicit thinking-based activities in order to develop their thinking 
skills and become proficient in thinking especially critical and creative 
thinking or higher order thinking skills (HOTS). Toyoda (2015) stresses that 
the only way to make knowledge and experience become awareness and 
comprehension is only through the utilisation of HOTS. 
The term HOTS has been broadly defined by various scholars in the 
field. Moore and Stanley (2010), for instance, define that higher-order 
thinking skills are also known as critical thinking or higher-order thinking. In 
the same vein, Kuhn (1999) declares that HOTS is directly related to critical 
thinking which assists people to know about their knowing (as cited in Fahim 
and Eslamdoost, 2014). It involves verifying presumptions and values, 
evaluating evidence, and assessing conclusions (Petress cited in Keshta and 
Seif, 2013).  
 Moreover, Underbakke et al, (1993 via Sani, 2019:3) see HOTS as the 
strategic thinking abilities in utilising information for solving problems, 
analysing arguments, negotiating issues, or making prediction. While, Lewis 
and Smith (1993) defines HOTS in terms of (a) critical thinking; (b) creative 
thinking; (c) problem solving; and (d) decision making (cited in Sani, 2019). 
According to Paul and Elder (2006: xix), critical thinking is “mode of 
thinking—about any subject, content, or problem—in which the thinker 
improves the quality of his or her thinking by skilfully analysing, assessing, 
and reconstructing it”. Creative thinking refers to the process of thinking 
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which involves “putting things together in new ways (either conceptually or 
artistically), observing things others might miss, constructing something 
novel, using unusual or unconventional imagery that nevertheless works to 
make an interesting point, and the like” (Brookhart, 2010: 124). Decision 
making defined as the process of selecting between two or more alternatives 
based on specific criteria, while problem solving means the process of 
achieving a goal by which a problem needed to be solved (Marzano and 
Kendall, 2008). 
Simply put, HOTS is the activation of higher level cognitive abilities 
(critical thinking, creative thinking, problem solving, decision making) to 
adjust past and present information to meet new challenges which involves 
examining assumptions and values, evaluating evidence, assessing 
conclusion and producing novel products.  
b. Cognitive Domain of Bloom’s Taxonomy 
One of the most widely used taxonomies as a framework of cognitive 
domain in education is Bloom’s taxonomy. The cognitive domain involves 
knowledge and the development of intellectual abilities which consists of six 
levels of thinking that students practise while they are learning or acquiring 
new information (Bloom, 1956). Bloom’s taxonomy was developed in 1956 
and some revisions have been made by experts. One of the revisions is the 
modification version by Lorin Anderson, a former student of Bloom, in 2001. 
The differences between Bloom’s cognitive domain and the revised version 
by Anderson are presented in Table 2.3 below. 
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From the description, the revision of the new Bloom’s taxonomy of 
cognitive domain which was done by Anderson reflects a few minor changes, 
i.e., the new Bloom’s uses verbs for the terminology, instead of using nouns. 
The reasoning behind this is that verbs describe actions, and he believes that 
as educators in the twenty-first century continued to use Bloom’s as it was 
important to remember that thinking is an active process (Moore and Stanley, 
2010: 5). 
Table 2.3. The Old and the New Bloom’s Cognitive Domain 
Original Bloom’s Taxonomy Revised Bloom’s Taxonomy 
Level I: Knowledge 
The students will exhibit memory of 
previously learned material by recall. 
Level I : Remembering 
I can retrieve information already 
learned by recognizing or recalling. 
Level II: Comprehension 
The students will demonstrate 
comprehension of facts or concepts. 
Level II: Understanding 
I can show that I understand 
information that I have previously 
learned. 
Level III: Application 
The students will solve problems for new 
situations by applying knowledge 
previously learned. 
Level III: Applying 
I can use something that I have 
previously learned in a new way. 
Level IV: analysis 
The student will examine and break apart 
information to find relationships. 
Level IV: Analysing 
I can break down information into 
parts and show how the parts relate to 
one another. 
Level V: Synthesis 
The student will compile information in a 
different way through a new pattern or 
different solution.  
Level V: Evaluating 
I can form an opinion or make a 
judgment based on criteria and 
standards. 
Level VI: Evaluation 
The student will present and defend 
opinions or make judgements according to 
a set of criteria. 
Level VI: Creating 
I can put together elements I have 
learned to form a new product. 
Source: Moore and Stanley (2010:78) 
The Table also shows that ‘top-three level’ of revised bloom’s 
taxonomy (i.e., analysing, evaluating and creating) are categorised by some 
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experts as the higher order thinking (HOT). By way of contrast, remembering, 
understanding and applying in the ‘bottom-three level’ are classified as lower 
order thinking (LOT). They are considered as higher level or order because 
they involve complex thinking, or doing something other than just working 
with knowledge as it was taught, in other words, moving beyond basic 
knowledge, understanding and applying (Moore and Stanley, 2010).  
For the purpose of the study, the researcher preferred to employ the 
revised version of the taxonomy as a reference to the level of thinking used 
in designing questions or tasks in the developed product. This was on the basis 
of, for instance, the HOTS contains the elements of the HOT—analyse and 
evaluate are required in critical thinking, problem solving, and decision 
making, while creative thinking involves thinking in the level of create (Sani, 
2019). In addition, the new taxonomy in line with the 2013 Curriculum which 
has the spirit to integrate HOTS in teaching and learning practices.  
c. The Importance of HOTS in Reading 
A number of researchers or scholars have put their attention to the 
relation between reading and HOTS or critical thinking (Liaw, 2007; Zabihi 
and Pordel, 2011; Margana, 2013; Freahat and Smadi, 2014; Yoke et al, 2015; 
Tabačková, 2015; ZHOU, JIANG and YAO, 2015; Sholihah, 2015). As 
previously mentioned, successful learner requires effective reading.  
According to Brown (2007), mentioned earlier, there are some skills 
(microskills and macroskills) in reading comprehension that needed to be 
acquire in order to become efficient readers. 
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In reference to HOTS in reading, readers have to be acquainted with 
macroskills of reading at the time they read passages or texts to effectively 
grasp the underlying meaning of the presented materials. These skills require 
readers to employ their higher-order thinking level in order to be critical and 
creative in making sense of the texts with the use of their schematic 
knowledge (general, thematic, genre, and socio-cultural knowledge) 
(Margana, 2013). To do so, students need to be exposed to questions or tasks 
to activate their HOTS at the moment they interact with English texts. This 
therefore would appear to be reached by providing suitable HOTS based 
English learning reading materials to them. As Sholihah (2015) documents 
the correlation between HOTS and reading comprehension achievement 
yielded the r-value 0.686 with the p < 0.05. It is thus evident that the 
contribution of HOTS on students reading comprehension achievement is 
significant.   
Given such a consideration, HOTS, therefore, is of great importance for 
the students in learning reading in light of the fact that it would accommodate 
the use of their critical and creative thinking skills to grasp the meaning of the 
texts effectively. Thus, the need of English reading materials integrated with 
HOTS is paramount since it would seem help students to practise their 
cognitive abilities to acquire HOTS and give good impact on their English 
reading comprehension achievement.  
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d. Kinds of HOTS-based Objectives and Tasks in Reading Lesson 
Higher-order thinking level is manifested in the top-three level of 
revised Bloom’s taxonomy i.e., analysis, evaluate, and create which “involve 
the manipulation of information, not simply memorisation” (McLoughlin and 
Mynard, 2009:147). To do so, the students needed, therefore, to be engaged 
in activities which allow them to increase their thinking skills –to think 
beyond the memorisation of factual information in obtaining the explicit and 
hidden meaning of a text they encountered. In what follows, there are some 
objectives and tasks which could promote the use of HOTS in English reading 
lesson adapted form (Anderson et al., 2001). They are oriented to the higher 
order thinking (analyse, evaluate, and create).  Such tasks would likely give 
opportunities for students to develop their thinking abilities and to improve 
their English competence. 
1) Analyse Level 
According to Ramos, Dolipas, and Villamor (2013), analysis 
concerned with understanding relationships among the parts and between 
cause and effect; sorting and categorising, understanding how things work 
and how the parts of something interconnected each other that make up the 
whole; understanding causal relationships; and getting information from 
chLiterature, graphs, diagrams. Under this thinking level, students are 
expected to be able to break things into their component parts and 
identifying the interconnectedness among those parts to notice the patterns 
(Housel, 2007). Added to this, Anderson et al. (2001) classify analysis 
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level into three categories: Differentiating (distinguishing the elements of 
a whole pattern or structure based on their relevance or importance), 
Organising (identifying elements of a structure and recognising its 
interconnectedness), and Attributing (determining the position, biases, 
values, or intended meaning of the information). The sample objectives 
and tasks in the level of analysis which could be taking into account to be 
included in reading lesson activities (adapted from Anderson et al, 2001) 
are presented in Table 2.4. The task under the category of differentiating 
could possibly be incorporated during while-, or post- reading activities, 
while for the organising and attributing tasks would be appropriate for the 
activities after the students read the passage.  
Table 2.4. The Sample Objectives and Tasks in Analysis Level 
for Reading Lesson (Adapted from Anderson et al, 2001:79-82) 
Categories Objectives Tasks 
Differentiating Students are able to 
determine the relevant or 
important evidences of a 
text. 
Students can be asked to 
highlight the main 
information in each part of 
the presented text. 
Organising Students are able to 
determine the ways in 
which the evidences of 
the text are organized. 
The teachers can ask the 
students to make an outline 
by identifying the facts on a 
text which support and do 
not support the conclusion 
of the given text. 
Attributing Students are able to 
determine the underlying 
purpose of the author of a 
text. 
The teachers could possibly 
asked the students to grasp 
the author’s assumption, 
intension or statement of the 
given passage. 
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2) Evaluate level 
According to Moore and Stanley (2010), in evaluate level the 
students are asked to form opinions and defend them based on set of 
criteria. In other words, the objective of such level is the students are 
expected to be able to make judgments or form opinions and assess the 
values for defending them with the use of given criteria. In addition, 
Anderson et al.  (2001) categorise this cognitive process into checking 
(judgments about the internal consistency) and critiquing (judgments 
about external criteria). The sample objectives and tasks under the level of 
evaluate (adapted from Anderson et al, 2001) are presented in Table 2.5. 
Such tasks in the category of checking and critiquing can be practised 
during the after-reading activities.  
Table 2.5. The Sample Objectives and Tasks in Evaluate Level 
for Reading Lesson (Adapted from Anderson et al, 2001:83-84) 
Categories Objectives Tasks 
Checking Students are able to detect 
the inconsistencies of the 
author in a hortatory 
exposition text. 
Teacher can ask students to 
determine whether the 
recommendation of the 
hortatory exposition text 
follow its argument. 
Critiquing Students are able to judge 
the effectiveness of the 
author’s recommendation 
in a hortatory exposition. 
The students are asked to 
evaluate the 
recommendation for an 
issue provided by the author 
in terms of its effectiveness. 
 
3) Create level 
According to Brookhart (2010), create means putting separate 
elements together to form a new whole or reorganising existing elements 
to form a novel form which is completely different. Further, Anderson et 
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al. (2001) assert that the processes involve in create level are basically 
related with the students’ experiences of the previous learning to produce 
something new or unique product, i.e., produce their own synthesis of 
information or texts to form a new whole.  
They classify Create into three cognitive processes: generating 
(looking back at the problem to seek alternatives or hypothesis that 
represent certain criteria), planning (developing a plan that meet a 
particular problem’s criteria for solving the problem) and producing 
(producing a plan for solving a problem based on specific criteria). This 
means that students do something new with the learned information by 
integrating them with the existing information to create new ideas and 
generalise, predict, plan, and draw conclusions (Housel, 2007). Below 
(Table 2.6) is the sample objectives and tasks adapted from Anderson et 
al, (2001:86-88) that can be adjusted by the stakeholders to be included in 
reading lesson activities. 
Table 2.6. The Sample Objectives and Tasks in Evaluate Level 
for Reading Lesson (Adapted from Anderson et al, 2001:86-88) 
Categories Objectives Tasks 
Generating Students are able to generate 
multiple useful solution for the 
issue presented in text  
Teacher can ask students 
provide alternative solution or 
to make prediction about the 
discussed issue in the text read. 
Planning Students are able to provide a 
plan to solve the issue in the 
learned text. 
The students are asked to make 
an outline in addressing the 
problems found in the discussed 
text. 
Producing Students are able to produce a 
different ending of a short story 
based on their personal 
experiences. 
Students could be asked to 
change the ending of a short 
story in relation to their personal 
life. 
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Based on above discussion, those kinds of tasks were adopted or adjusted 
by the researcher in designing the HOTS-based tasks, critical and creative 
thinking, in the developed product which is a set of supplementary reading 
materials for eleventh graders of English Language and Literature Program at a 
SHS in Yogyakarta.  
3. English Subject for SHS in 2013 Curriculum 
2013 Curriculum was officially launched on July 15, 2013 under the 
mandate of Minister of Education and Culture. The new curriculum replaced the 
former one—school based curriculum (KTSP). According to Directorate of 
Senior High School Development (2018), the 2013 Curriculum was planned to 
be gradually implemented started from the second semester of academic year 
2014/2015 until 2018/2019. This mandate was based on the Regulation of 
Education and Culture Minister No.160/2014 towards the implementation of 
2013 Curriculum.  
They further state that the characteristics of such curriculum are: (1) to 
strengthen students’ character on the five main characters (Religiosity, 
Nationalism, Independence, Mutual Cooperation, and Integrity) manifested in 
Basic and Core Competencies which is under the issue of Character Education 
Reinforcement (PPK) ; and (2) to equip the students with the 4C skills of 21st 
century (critical thinking and problem solving, collaboration, creativity, and 
communication) as an attempt to prepare the gold generation of Indonesia. 
Consequently, the teachers, include English teachers, are encouraged to be able 
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to set teaching and learning processes focusing on the installation of such 
characteristics. 
In relation to English subject in 2013 Curriculum, the subject is classified 
into two program: compulsory and interest program (Kelompok Peminatan). In 
the former, the duration of teaching and learning English is two lesson hours (90 
minutes) in a week, while on the latter one is 4 lesson hours (180 minutes) in a 
week. For the primary learning and teaching materials both programs are 
instructed to use the textbooks mandated by the government. Unfortunately, such 
textbooks are designed for the purpose of nationally used across the country.  
As a matter of fact, however, the students of senior high schools in each 
region, district, or even in a certain school has its own peculiar needs and 
interests which in turn lead to the issue of the need of materials which are 
relevant to the students’ predisposition needs and interest as well as educational 
context. Tomlinson (2012: 158) points out that “... many global course books are 
not considered to be insufficiently engaging or relevant to their actual users. In 
attempting to cater for all students at a particular age and level, global course 
books often end up not meeting the needs and wants of any”. Some efforts have 
been made by some researchers and scholars to cope with the issue by 
developing primary or supplementary materials for the SHS students. 
Nevertheless, to the best of researcher’s knowledge, there is hardly any effort to 
design or develop students’ needs based materials for the interest program 
(ELL), since the material designers have seemingly been putting more attentions 
to deal with the issue of such materials in the regular program.     
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Given how important materials based on students’ needs and interests’ are, 
the present study would appear to be the little initiation of developing ELT 
materials for the ELL program students. The current researcher attempted to 
develop supplementary materials focusing on reading skills. Such 
supplementary materials are based on students’ needs through the process of 
needs analysis as well as to promote the integration of HOTS (critical and 
creative thinking) in ELT through learning materials. This effort was intended 
to develop students’ thinking skills together with to increase their English 
reading performance. 
4. Materials Development 
Teaching materials play a crucial part in most English programs as 
teachers depend heavily on available materials in supporting the teaching and 
learning processes. According to Tomlinson (1998:02), language learning 
materials can be anything which is used by the teachers and students to facilitate 
language learning process in order “to increase the students’ knowledge and/or 
experience of the language”. 
According to Richards (2001), there are various kinds of materials that can 
be used to facilitate language learners in learning processes. Materials can be in 
the form, for examples, of textbooks, hand-outs, workbooks, worksheets; non-
printed materials such as cassette or audio materials, videos, or computer based 
materials; and materials that comprise both print and non-printed sources such 
as self-access materials and materials on the internet. However, despite the 
existing of ready-published commercially global materials, teachers still need to 
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produce their own materials as the complementary or supplementary of the 
primary materials for classroom or outside used in order to meet the students’ 
needs and educational context.  
a. Needs Analysis 
Prior to the development of learning materials, a needs analysis should 
be carried out by the materials designers so that such materials fulfil the 
expectation of its users. According to Nation and Macalister (2010) needs 
analysis is an effort to investigate the current knowledge of the learners and 
the knowledge they need to know. This stage, in materials development, is 
intended for making sure that the materials are appropriate and useful to its 
users. 
In relation to aspects of needs analysis, Hutchinson and Waters 
(1987:54) classify needs into (a) target needs – what the students need to do 
in the target situation, and (b) learning needs – what the students need to 
perform in order to learn. The students target needs can be examined by 
looking into the aspects of necessities (required knowledge in the target 
situation), lacks (students’ current knowledge), and wants (students’ 
expectations or subjective needs). The techniques can be used for collecting 
students’ needs analysis data are questionnaires distribution, personal 
interviews, data collection, observation, informal consultation and self-
assessment (Nation and Macalister, 2010).   
 
40 
 
b. Criteria of Good Materials 
In developing or designing English language materials for students to 
learn, it is worth considering what constitutes the characteristics of the 
effective teaching materials. Tomlinson (2011:8-23) suggests that good and 
appropriate language teaching materials have the following characteristics. 
He proposes that 
(1) materials should achieve impact; (2) materials should help learners 
feel at ease; (3) materials should help learners to develop confidence; 
(4) what is being thought should be perceived by learners as relevant 
and useful; (5) materials should require and facilitate learner self-
investment; (6) learners must be ready to acquire the points being 
taught; (7) materials should expose the learners to language in authentic 
use; (8) the learners’ attention should be drawn to linguistics features 
of the input; (9) materials should provide the learners with opportunities 
to use the target language to achieve communication purposes; (10) 
materials should take into account that the positive effect of instruction 
are usually delayed; (11) materials should take into account that the 
learners have different learning styles; (12) materials should take into 
account that the learners differ in affective  attitude; (13) materials 
should permit a silent period at the beginning of instruction; (14) 
materials should maximize learning potential by encouraging 
intellectual, aesthetic, and emotional involvement that stimulate both 
right and left brain; (15) materials should not rely too much on 
controlled practice; (16) materials should provide opportunities for 
outcome feedback. 
 
In addition, Crawford (2002) claims that the effective teaching 
materials likely reflect to these statements that language is functional and 
must be contextualized; language development entails learners involvement 
in deliberate use of language; the language used should be realistic and 
authentic; classroom materials will usually seek to incorporate an audio visual 
component; second language learners need to develop the ability to deal with 
the written as well as spoken genres; teaching materials foster learner 
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autonomy; materials need to be flexible enough to minister the individual and 
contextual differences; and the learning processes have to engage learner both 
affectively and cognitively. 
In relation to the principles of selecting reading materials, Nuttal (2006) 
advises that the reading materials should advocate these three main criteria: 
suitability, exploitability, and readability. Suitability deals with the feasibility 
of the materials with the learning outcomes. Where exploitability focuses on 
possibilities of the materials to be exploited for the purpose of instructional, 
readability refers to the reading materials’ appropriateness with the learners’ 
reading performance. 
Given some criteria of good and appropriate materials suggested by 
some scholars above, it is then essential to pay attention to those criteria in 
the process of materials development as the need to have an effective 
instructional materials to be used by its intended users. 
c. The Process of Materials Writing 
This present study is regarded under the issue of Research and 
Development (R&D) which developed HBSR materials for the grade XI 
students of the ELL program at one of the SHSs in Yogyakarta. This study 
was conducted through specific structured steps. Tomlinson (2012) states that 
the writing of materials can be done by practitioners for practical activity or 
researchers as a field of study. The materials development for the practical 
activity involves the production, evaluation, and adaptation of materials. On 
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the other hand, the principles and procedures of the design, writing, 
implementation, evaluation, and analysis of materials are the foci of materials 
writing in academic study context. 
 A number of scholars have proposed some instructional models and 
procedures for the purpose of designing or developing products or procedures 
either for the practical activity or academic research field, for instances, the 
model of Jolly and Bolitho (1998); of Harmer (2001); of Dick and Carey 
(Dick, Carey and Carey 2001); of Morrison et al (Morrison et al, 2013); of 
ADDIE (Branch, 2009); and of Sugiyono (2015). The first two models are 
likely concerned with the guidance for materials developers to design 
materials for the purpose of practical activities. Meanwhile, the others could 
be used in the field of the academic study ambiance. The sugiyono’s (2015) 
model, more specifically, is focusing on the procedures of developing or 
designing products to be used in the context of education.    
Regarding the existing models of materials writing for the practitioners, 
Jolly and Bolitho’s model (1998: 98), for examples, proposes a dynamic 
seven steps in materials development, namely; (1) identification of need for 
materials, (2) exploration of need, (3) contextual realisation of materials, (4) 
pedagogical realisation, (5) production (physical production), (6) students’ 
use of materials, and (7) evaluation. Besides, Harmer (2001:151-152) also 
suggests a procedure in developing materials which is divided into four 
stages. There are planning, trialling, classifying, and record-keeping, as 
elaborated below. 
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1) Planning:  this stage refers to considering aims, objective, and 
choosing what topics and activities are required for the students. 
2) Trialling: before using the materials into the classroom, it is 
necessary to try out it. The designer of the materials can ask 
colleagues to give comment or do the exercises that have been 
written. This stage is aimed to avoid spelling mistake, vague 
instruction or ambiguities he/she missed. 
3) Classifying: it is necessary to organize and categorize the materials 
in order to make it easier to access it for future use. 
4) Record-keeping: It is very useful for long-term planning to have 
documentation of material and evaluations, especially if it is to be 
used in different classes. 
 
For the purpose of current study, as an academic field, the researcher 
therefore decided to employ the model proposed by Sugiyono (2015). This 
model, compared to other models above, was chosen on the basis of the nature 
of the model which seems in accordance with the objectives of the study— 
an academic study which developed a product to be used in an education 
setting. Sugiyono’s model (Fig. 2.1) consists of ten steps. They are (1) 
potentials and problems; (2) data collection; (3) product design; (4) design 
validation; (5) usage try-out; (6) product revision; (7) product try-out; (8) 
design revision; (9) product revision; and (10) dissemination. These ten steps 
were then adapted into 8 steps, since the objective of this study was not to 
disseminate the developed product.     
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Figure 2.1. Sugiono’s (2015:409) Model of Research and Development 
Procedures 
 
 
B. Relevant Studies 
There are various studies of developing English learning materials that 
relevant to this present research. One of the studies is conducted by Destianingsih 
(2016). She developed Materials in the form of English reading worksheet 
qualifying on HOTS for ten graders at a SHS in Yogyakarta. The worksheet was 
expected to help students in improving their reading and writing skills. In relation 
to the effectiveness of the developed product, her findings show that the students in 
experimental group gained higher post-test mean score (90.56) than of those in the 
control group (50.31) after using the product. She also documents that the 
developed materials were fairly appropriate to needs and interests of the students 
since the mean score was > 3.28 in the category of good. 
Another study which is relevant to this study is the study which was carried 
out by Fitrianingsih (2014). She had developed reading materials to be used for 
grade X students at one of the SHSs in Sayegan, Yogyakarta. She developed 
45 
 
additional learning materials for reading lesson which consists of four units 
focusing on news item and narrative texts. She employed text-based instruction in 
organising tasks of the developed learning materials. She claims that the developed 
materials are appropriate to be used in the sense that such materials were based on 
target and learning needs of the students as well as the indication of the results from 
materials evaluation by the students and the colleagues.  
Further study which is also a research and development study was the one 
carried out by Naqiyah (2018). The objective of her study was to develop literature-
based English reading materials for grade XI students of a SHS in Wonosobo. She 
used the model for materials development procedures proposed by Dick, Carey, and 
Carey (2001). A total of 27 students were involved during the process of Needs 
analysis and 41 students for the try-out of the product. The results of her study 
reveal that the developed product is appropriate for the students since the students 
rated the product in the range of 3.86 to 4.24 of 5 Likert scale.    
Moreover, Fahim and Aghaalikhani (2014) examined the relationship 
between critical thinking and reading comprehension ability of the Iranian EFL 
University.  The primary aim of the study was to seek out whether or not the critical 
thinking ability gives impact on the students’ reading comprehension performance. 
Peter Honey Critical Thinking Questionnaire was employed for the purpose of 
conducting the study. They reveal that the relationship between the critical thinking 
and students’ reading comprehension proficiency was significantly correlated.  
The last but not least, Keshta and Seif (2013) conducted a study aims at 
evaluating the availability of higher order thinking skills (HOTS) in the reading 
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exercises of English for Palestine Grade 8 which aimed to find out to what extent 
the reading exercises in the student’s book and workbook match the suggested 
criteria. Regarding to their study findings, they recommended modifying the 
reading exercises by presenting them with more enrichment materials that include 
HOTS.    
From the abovementioned relevant studies, the present study, to some extent 
is in accordance with those of previous studies in the case of, for instances, the 
theories on reading, teaching reading principles, relationship between HOTS and 
reading, procedures of research and development, and materials development. 
Despites the similarities, the existing literatures, especially for materials 
development in Indonesian context, have seemingly been giving more 
considerations on the designing or developing materials for the users in English 
subject of regular program. As far as the researcher is concerned, there has been 
hardly any study which is aiming at designing or developing materials that suit the 
learners’ and the teachers’ needs as well as endorsing HOTS to be used as the 
English learning materials in the ELL Program.  
This study therefore seeks to fill the gap by attempting to develop a HBSR 
materials to be used as additional materials for teaching and reading lesson in the 
ELL program at one of the State Senior High Schools in Yogyakarta. The adaptation 
of Sugiono’s R & D procedures was utilised for the stages of the product 
development.  
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C. Conceptual Framework 
Reading is regarded as an important skill to be able to read texts for general 
and specific academic or occupational settings. As previously mentioned, English 
is one of the subjects taught at senior high school in Indonesia either in regular 
program or interest program that includes learning reading.  The students need to 
be more interactive in reading activities in order to be able to successfully interact 
with the text that not just merely recognising and understanding words. They 
however should combine their previous experience and knowledge with ideas of 
the text and making judgment of what they read. To do so, students have to make 
use of their higher level thinking skills (HOTS) in order to be able to breakdown 
information into parts and explore the relationships, able to make opinions and 
making judgment, and create a novel ideas from the given learning reading 
materials.  
Therefore, teacher should provide the learning English reading materials that 
suit the students’ needs and enhance student’s cognitive skills i.e., higher order level 
thinking skills to help them in achieving their target language. Nevertheless, not all 
of the teachers are able to develop their own material to teach English which 
accommodates the specific needs of the students. Furthermore, if there is any 
existing materials that cover the students’ needs, it might not provide chance to 
enhance students’ thinking ability, especially their higher order thinking skills. 
After taking account into the background of the problems, review of the 
related literatures and the relevant studies, it is therefore essential to develop HBSR 
materials for eleventh graders enrolled in the ELL program at a SHS in Yogyakarta. 
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The product is intended to advocate the students’ specific needs and enhance their 
higher level thinking ability in improving their English reading competence. 
Moreover, the development of the materials had followed the instructions on 
the basis of research and developments study (R & D). The final product of this 
study is a set of HBSR materials to be used in the reading lesson for grade XI of the 
ELL program’s students. The developed tasks and activities presented in the 
product were referred to the results of students’ needs analysis and syllabus of 2013 
Curriculum. 
Figure 2.2. Flowchart of Conceptual Framework 
English subject in the ELL Program 
Developing  
materials 
Students’ learning 
achievment 
 
 
      HOTS 
 
Target and 
learning 
needs 
 
Reading Lesson 
  Existing materials 
Proper HOTS reading 
materials 
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D. Research Questions 
In reference to the literature review and the review of the previous relevant 
research studies, and in order to pursue a good quality of instructional reading 
materials based on higher order thinking skills (HOTS), the researcher formulated 
the following research questions. 
1. What are the target needs of eleventh graders of the ELL program for HBSR 
materials at a SHS in Yogyakarta? 
2. What are the learning needs of eleventh graders of the ELL program for HBSR 
materials at a SHS in Yogyakarta? 
3. How is the implementation of the developed HBSR materials for the eleventh 
graders of the ELL program at a SHS in Yogyakarta? 
4. How is the evaluation of the developed HBSR materials for the eleventh graders 
of the ELL program at a SHS in Yogyakarta? 
 
 
 
 
 
 
 
